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CHAPTER I
INTRODUCTION
Education today is looking for answers to many
questions. As the outlays of money become greater for
education, the expected return in higher achievement of
students has not always followed ',In some instances
achievement has decreased. Who is to blame? The answers
have varied from one group to another depending on one's
viewpoint. Any discussion of education brings three
different participants: students, teachers, and the
school system. All may be to blame.
Educators in their effort to absolve or minimize
blame to themselves identified a new .class in American
society--the disadvantaged or the culturally deprived.
This new class has come forth in bold relief now that
psychologists, social scientists and educators have agreed
on a definition of poverty, on the characteristics of
the disadvantaged child, and on the problems brought by
them.
New York City was the place where the culturally
deprived idea began to take hold in the mid-1950's. It
was started by psychologists and educators and was accepted
1
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by teachers who tended to find cultural deprivation or
disadvantage a suitable explanation for what they felt
was either troubling or lacking in their lower-class stu-
dents. At least the primary responsibility for the
ineffectiveness of slum school education would not rest
entirely on the teacher's shoulders. Teachers deeply
resented the assertion that they were responsible for lack
of achievement in slum schools. Again the culturally
disadvantaged idea could be utilized because in the late
1950 l s there was widespread public interest and support
for civil rights. The appeal of the idea found favor for
various reasons: it could be used to put experimental
education programs into existence and offered an avenue
for the allocation of funds to the poor.
Definition of the Disadvantaged
By consensus most of the writers seem to agree on
their recognition of a group called the disadvantaged, but
the definition of the tel~ became grounds for disagreement.
Reissman uses the term culturally deprived and culturally
disadvantaged interchangably.l To other writers like
Havighurst, the term disadvantaged refers to a child whose
IF. Reissman,lfI'he Disadvantaged Child,ll Introduction
for the Disadvantaged, edited by Thomas R. Horn (New York:
Harcourt, Brace and World, 1970).
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parentIs income is less than $3,000 a year. l Yet other
writers, Rosenthal and Jacobson accept the tenets that
disadvantaged children come from lower socioeconomic
groups coupled with lOl~ income and "values alien to the
school cUlture. n2
Disadvantaged children, as a class being different
from the main stream of any society as far as education
is concerned, is now an international term. Israel,
according to Bloom, has its disadvantaged in the Oriental
Jews. 3 Great Britain's underprivileged groups in rural
areas were considered disadvantaged in a study done by
Burt. 4
Underachievement in the school setting'becomes an
established measuring rod as one moves through more
studies. Over and over again the interplay of the economic,
the social and the psychological with the environmental
lR. J. Havighurst, "Social Backgrounds: Their
Impact on School Children, n Rec:-_<!.:!-.ng for the Disadvantaged,
edited by Thomas R. Horn (New York: Harcourt, Brace and
World, 1970).
2R• Rosenthal and L. Jacobson, "The Disadvantaged
Child,11 The Disadvantaged Child, Issues and Innovations, _.
edited by J. L. Frost and G. R. Hawkes (Boston: Houghton-
Mifflin Company, 1969).
3S • Bloom, "Israel: Reading Methods for their
Culturally Disadvantaged,n Elementary School Journal, LXVI
(March, 1966), 300-310.
4C • Burt, Comments on Arthur R. Jensen's liDo Schools
Cheat Minority Children?" Journal of 'Educational Research,
XIV (Fall, 1972), 87-92.
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is emphasized. Last but not least race reared its head.
Johnson states while "minority group membership is not
synonymous with being disadvantaged, your chances increase
1 .
if you are non-white."
Two things seem to be the consistent characteristics
emerging as this review is continued: underachievement
in education and being non-white in race; another thing
comes into focus, social and economic class.
Issues in Educating the Culturally Disadvantaged
Kaplan states, whatever you choose to call the
disadvantaged they come from lower socioeconomic groups in
the community whose parents have failed to provide the
quality of background, outlook, initial ground and readiness
for formal learning that middle and upper class parents pro-
2vide as a matter of course.
Racism in American Education
According to Green, schools reflect, reinforce and
sometimes promote the same discrepant treatment of children
on the basis of race and social class that exists in the
1 K. R. Johnson, Social Backgrounds: Blacks. Intro-
duction to Readin~ for the Disadvantaged. edited by Thomas
R. Horn (New York: Harcourt, Brace and '''arId, 1970).
2B• A. Kaplan, "Issues in Educating the Culturally
Disadvantaged,n Phi Delta Kappan, XLV (November, 1963),
pp. 70-76.
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larger society. Both the idea of social and economic
class and being non-white present the most controversy
about the disadvantaged.
Prospective teachers in co~lege courses heard
about this new class from professors in the universities.
Depending upon where they lived, how did it strike them?
Did they suddenly discover a new and different class in
America?l
Statement of tIle Problem
Teacher attitudes may have been molded from their
own middle class backgrounds. However they might have
developed, it should be investigated because teachers
have been blamed for poor pupil achievement.
Do their attitudes towards those they serve,
stemming from their own background, affect poor pupil
performance?
It is the intent of this paper to explore teacher
attitudes towards disadvantaged children in relation to
their own backgrounds.
IR. L. Green, '!Racism in American Education, " f.h!
Delta Kappan, LIII (January, 1972), 274-276.
CHAPTER II
SURVEY OF RELATED LITERATURE
Teacher Attitudes
Teacher Sensitivity: Affective Impact on Students
It follows that the attituae of the teacher toward
both social class and race would be of prime importance
in teaching disadvantaged children. Most of the studies
on teacher attitudes relevant to this paper appeared to
have been done on students in education courses.
"The mental attitude of the teacher is probably
the most important element in the atmosphere of the class-
room. tI From this statement Webb hypothesized that the
insecure, school-problemed and problem-free students would
de~onstrate fewer educationally negative responses on the
evaluative criteria when placed with teachers rated highly
sensitive than would similar students placed with teachers
of less sensitivity. Webb failed to define his three groups
of students clearly.
Eighth graders in a suburban school near San
Francisco were used in the above study. Neither the
teachers or students were aware of the experimental
6
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proceedings. A total population of ninety-one children
were identified as forty-four in the insecure, twenty-four
in the school problem, and twenty-three in the problem-
free subgroups. Two teachers from the courses history,
English, and math rated as most sensitive and two teachers
from the same courses rated as least sensitive served as
the basis for the contrasting treatment group. Counselors
and administrators were raters on the teachers selected.
First, a sensitive teacher was defined as understanding,
helpful and concerned with individual differences among
students. Then a definition was agreed on among the
raters with agreement running a high eighty-two percent.
Students were put in two ability lanes--"B" lane, higher
ability and "C" lane, lesser academic ability.
The findings supported the hypothesis in seventeen
areas of significant differences. T~e greatest educationally
negative impact of the less serisitive teachers was felt
among the students of lower academic aptitude and among
those identified either as insecure or as having school
problems. Also, lower-ability, problem-oriented students
were more dependent on an understanding teacher for school
success than problem-free students who seemed somewhat
immune to the negative impact of the less sensitive teacher.
'vebb concluded that lack of teacher sensitivity
to students who are shy and insecure or to those who have
8
poor opinions about school and themselves has a marked
negative effect on their self-esteem and consequent learning
attitudes. This study supported the possibility that
teacher sensitivity towards the disadvantaged is a signifi-
cant factor and from the data obtained clearly indicate
indicates that teacher personality is a critical variable
in the classroom. l
Color the Problem Black--But Not Entirely
A recent general study by Grossman, Clark, Lowen-
herz and Pugh advanced the idea that teacher education
suffers from a hidden value system that clings to racial,
economic and professional bias. In an experiment called
the Lehman Friend Program carried out at the Educational
Clinic of Lehman College, teacher-trainees volunteered
to be paired with a child in an urban ghetto school. The
child and the teacher-trainee met for one hour each week
at the child's school. The teachers also met in small
discussion groups led by a psychologist or a social worker
to discuss these meetings with the children. The students
were free to discuss their experiences without affecting
their grade. Once free of these restraints, the trainees
became upset, bitter and frightened and they revealed
little respect for anyone who was poor.
1D. Webb, "Teacher Sensitivity: Affective Impact
on Students," Journal of Teacher Education, XXII (Spring,
1971), 455-458.
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Even though statements of the students were unpro-
fessional, it indicated the current feeling among pro-
fessionals-to-be about ghetto children was anger, disgust,
and resentment. According to authors "The experience of
these teacher-trainees clearly indicated that there was
being produced a large corps of teachers whose attitudes
and beliefs about ghetto children they teach remain hidden
and unchallenged." The children are usually black, but
the prejudice was on social and economic as well as racial
lines. The teacher attitudes towards the children were not
displayed overtly; therefore; the children were not able
to react to them or to challenge their attitudes. l
The Racial Attitudes of White Pre-Service Teachers
The purpose of a study by Allen was to see if
teacher educational institutions were fostering racism
in f~iling to meet the issue of racism head-on .and to
determine whether the white students in those institutions
2
harbor prejudices towards blacks. Miller had stated
lL.Grossman, D. Clark, L. Lowenherz, C. Pugh, "Color
the Problem Black--But Not Entirely," Journal of Teacher
Education, XXII (Spring, 1971), 489-494.
2B• J. Allen, "The Racial Attitudes of White Pre-
Service Teachers," Phi Delta-Kappan, LIII (January, 1972),
326-327.
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"that education faculties are not noted for their favorable
1attitudes towards the inner-city schools."
The study was done with a sample selected from 300
white education students at a large predominantly white
Southeastern University. The Multi-Factor Racial Attitude
Inventory (MRAI) was administered to a sample of 139 white
students, sixty percent female and forty percent male.
Composed of nine subscales each of which includes ten
agree or disagree items, MRAI scoring is accomplished by
assigning a value of one for equalitarian or nonprejudiced
response and a value of ten for an inequa1itarian or pre-
judiced response.
Allen believed the following conclusions were
warranted rfrom the study and deserve attention:
1. 'vhite ,pre-service teachers do not believe
blacks are inherently unequal yet they sub-
scribe tomuch of the degrading mythology about
black Americans and accept the stereotype
of the black as somehow inferior and socially
backward.
2. \Vhite pre-service teachers accept blacks in
status-superior relationships and will associate
IH.L. Miller, "The Relation of Social Class to Slum
School Attitude Among Education Students in an Urban College,"
Journal of Teacher Education, XIX (Spring, 1968), 416-424.
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with blacks in group situations, yet on a
more intimate plane, they are decisively
negative.
3. White pre-service teachers are favorably dis-
posed toward the long-range goal of integration,
yet they oppose i~~ediate integration in educa-
tion and support a gradualistic approach to
achieve this objective.
The b~ckground of the teachers in this study was not
considered but the location of the school may be a reason
for the findings. Allen stated that the implications of
the findings points up the need for teacher commitment to
an integrated educational e~'perience for all children to
meet the demands of an integrated society. No hint of
this commitment seemed reflected in the attitudes of the
1
pre~service teachers of this sample.
The Relations Between Teachers' Background and Their
Educational Values
'Vhere do these racial attitudes come from? In ex-
ploring the source of these attitudes, the background of
the teachers was investigated. Wilson and Goethals
showed that sex and socioeconomic status were not related
to teacher's educational values, but four other variables:
1 Allen, "The Racial Attitudes of \vhite Pre-Service
Teachers," pp. 326-327.
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religion, rural-urban background, type of college education
and teaching experience are related to educational values.
The subjects of this study were 280 teachers in three
school systems of Metropolitan Boston who were given
questionnaires to determine preadult socialization,
occupational selection, and professional socialization.
The preadult socialization questionnaire contained
six dimensions as indicators of previous experience that
might be related to the educational values of teachers.
These dimensions were: socioeconomic status, father's
occupation, religion, urban-rural background, type of
college education and extent of teaching experience. As
for consequent variables, there were sixty-one statements
pertaining to educational practices covering ten
general areas -such as behavior, teacher-pupil relations,
the teacher's role, teaching methods, and educational
goals. Teachers responded to each statement by indicating
the degree to which they agreed or disagreed with it. Two
of three school systems were predominantly upper-middle
class suburbs.
The results of the study seemed to indicate there
were no differences whatever between high and low socio-
economic status as measured by father's occupation on any
of the sixty-one value items. The author concluded that
preadult socialization, occupational selection and
professional socialization are all related to the educational
13
values of teachers. Results of.the study would seem to
indicate that individual values were related to previous
experience undergone earlier in life during the process
f · 1- t- 1o SOC1a 1za 10n.
TIle Rel.ation of Social Class to Slum School Attitude Among
Education Students in an Urban College
Another study on background of teachers and its
probable relation ~o their attitudes to\4Jai,-.ls the disadvan-
taged was explored by Miller. Millerts study examined the
relationship of social class origin and values to a
pattern of belief about the slum schools and the acceptabil-
ity of an assignment in it. In the sample used, there were
620 Hunter College students divided into two crucial
measures of attitude. The first measure was a set of
thirty-two statements about slum schools to which respondents
indicated agreement or disagreement on a four-point scale.
On the other measure a scale of five statements' exhibiting
varying edegrees of willingness to accept a teaching assign-
ment in a slum school, from which the respondents were
asked to select one.
Investigating the hypothesis that the teacher's
social class origins may be related to his general attitudes
lyle C. 1vilson and G. W. Goethals, liThe Relations
Between Teacller l s Background and Their Educational Values, 11
Journal of Educational Psychology, LI (October, 1960),
292-298.
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toward, and possibly his motivation to teach in the slum
school. Several studies done by Langberg and Freedman
on social class origins partially supported the possibility
that student teachers who volunteered for slum school
asignments scored significantly lower on authoritarianism
scales than did their colleagues. Lower levels of
authoritarianism were usually associated with higher social
class position. Miller in his study found the beliefs of
the group about the slum schools were relatively positive.
As for the other measure about one-fifth of the group was
set against an assignment in a slum school, but a majority
of two-thirds would find it at least acceptable.
Each respondent supplied information o~ her family
within accepted social class categories of father's occU-.
pation and education, and mother's education. A variety
of direct measures of class values was employed in the
study. An attempt was made to. measure the following
variables: acceptance of middle class values, of control
over one's own fate, of attitudes on child rearing, good
mother and good child attitudes. The findings revealed
that whatever their class origin, this group of students
was solidly middle class in its orientation to life and to
children. According to the findings the variations of
15
attitude scores with objective indices of social class
support an hypothesis that those with backgrounds
closer to inner city schools were more favorably disposed
toward it. The expected relation between attitudes to-
wards the schools and the acceptability of an assignment
in them did not permit the author to draw any further
conclusions about which might cause t~e other. Both of
them probably could be modified by the input of new infor-
mation about the slum school.
t·liller 1 s study left the way open for the belief
that even though all teachers may not be from the same
social class, they accept middle class values. Since
his .findings seemed to support the idea that teachers with
backgrounds closer to inner city schools were more favorably
disposed toward it, what would be the attitude of teachers
towards disadvantaged children in smaller school systems?
Do these teachers outside the inner city schools feel
positive or negative towards these children?l
An Assessment of Teachers' Attitudes Toward Disadvantaged
Children
A study was done in California on teacher attitudes
towards the disadvantaged by Grady and can act as a
comparison study to Miller's. Grady, in her stud~ quoted
l~1iller, . "The Relation of Social Class to Slum School
Atti-tude Among Education Students in an Urban College,"
416-424.
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several researchers like Rosenthal, Reissman, Deutsch,
Groft, and Gordon on the attitudes of teachers towards
disadvantaged children. Most of the studies seemed to
indicate a negative attitude of many teachers toward
disadvantaged children. The purpose of the Grady study
was to survey teacher attitudes toward the disadvantaged
in the Cajon Valley (California) School District. With
six possible hypotheses proposed, the measuring instru-
ment used in this study consisted of thirty items taken
from an attitude survey originally prepared for use in an
Institute for Teachers of Disadvantaged Students. Pre-
and post-test items were selected to show the greatest
percentage of response change.
A modified instrument was then administered to seven
authorities in the field of the disadvantaged who were
asked to respond to the items in terms of what they felt
were,desirable attitudes in a teacher of the disadvantaged.
There was complete agreement on eighteen of the thirty
items and greater than seventy percent agreement on ten
more. The last two items were discarded because of dis-
agreement among the authorities.
Hypothesis one projected the idea that teacher's
attitudes would have been in significant disagreement
with desirable attitudes as determined by a consensus of
authorities. About two-thirds of the'teacher respondents
agreed with the authorities on sixty-two percent or more
of the questionnaire items.
17
Other hypotheses compared responses of elementary
and junior high school teachers, male teachers against
female teachers, teachers with more teaching experience
compared with less, teachers with,forty-five units in
post-graduate work against those with less than fifteen,
and teachers experienced in teaching the disadvantaged
against those with no teaching experience in the same
area, to see if there would be any significantly higher
agreements in one group over another.
Eighty-six scores of junior high teachers were
compared to those of 284 elementary teachers., Elementary
teachers made higher scores on the attitude scale, but not
to a significant degree. One hundred forty-two teachers
with less than five years 1 experience in teaching were
compared with the scores of 219 teachers with six or more
years 1 experience. Entering teachers had more favorable
attitudes.
'Vhen the scores of 105 male teachers were compared
to scores of 267 female teachers, differences in attitudes
were less than between any of the other subgroups compared •
Males showed slightly less favorable attitudes, but the dif-
ference was not significant.
A hypot?es,is was designed to test significance of
post-graduate study of eighty-four teachers with· fifteen
or less units of post-graduate to 155 teachers with forty-five
18
or more units and no significant difference was found.
Responses of ninety-one teachers working with disadvantaged
children in ESEA Title I schools were compared to the
responses of 281 teachers working in other schools.
Teachers in schools not designated as ESEA schools held
more favorable attitudes while ESEA teachers tended to
accept stereotyped characterizations of minority races.
Overall conclusions of this study would seem to indi-
cate that one-fourth of Cajon Valley teachers expressed
attitudes which were considered not desirable in teachers
of the disadvantaged. Several items were used to test
racial bias. TIle results of tIle survey revealed some
deeply-ingrained biases among teacllers. Grady's study
demonstrated that attitudes towards the disadvantaged
among tllese California teachers varied according to sex,
years of teaching and previous contact with the disad-
vantaged.
One of the faults of the above study was that the
disadvantaged population' was not identified, nor were the
backgrounds of the teachers. The variables of sex, years
of teaching and contact with the disadvantaged in a small
school were welcomed considerations in view of the fact
that most of the studies on the group were done in inner
city schools of large cities. Not only did the attitudes
19
of inner-city teachers appear biased, but those of
teachers in other environments as well. Although Grady's
conclusion mentioned racial bias, the race of teachers
or of the student population was not given. The study
simply stated that there was only one Black teacher in
1the Cajon Valley School.
The writer notes that Miller's and Grady's studies
examined not only area, but sex, years of teaching and
contact with the disadvantaged as factors. In the next
study area arid race may be the factors.
Pupil Attitudes
A Study of Attitudes of Negro Teachers' and Pupils Toward
Their School
Another study of teacher attitudes was done by
Arnez in Houston Junior High School in Baltimore, Maryland,
using a sample of seventy-five Black teachers. The
Illinois Inventory of Teacher Opinion was administered.
While the study also sought to look into pupil attitudes
towards their.school, the specific concern of this paper
was with teacher attitudes toward their school. Of the
~8oo Black youths in attendance all should have been
labeled culturally deprived on the basis of parents'
1M• L. Grady, "An Assessment of Teacher's Attitudes
Toward Disadvantaged Children," Journal of Negro Education,
Vol. XL (Spring, 1971), 146-152.
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occupations which were predominantly in the private
household, service and laborer classifications. In
exploring teacher attitudes in four areas: intra-staff
relationships, work load, interferences with school work
and student activities, Arnez decided to consider the
educational program as viewed by the teachers in such
areas. She found an inconsistency in what the job of
teachers of culturally deprived children should be and
what Houston teachers felt was a part of their normal
duties. These were the findings:
Of the seyenty-five teachers, thirty-seven percent
did not feel that occasional Saturday excursions
were "part of the teacher's normal duties.
Thirty-two percent did not feel evening duties
such as supervising dances and parties were part
of the teacher's normal duties; and, seventeen
percent felt faculty meetings after school hours
were not normal duties.
Thirty-two percent felt that too much of their
time was spent in police duties (hall duty, cafeteria
or playground supervision).
Eighteen percent did not feel that after-school
parent conferences were part of a teacher's normal
duties.
Arnez concludes that in view of these facts, drastic
reorientation needed to take place in the thinking of these
21
Black teacl"lers, because " it is apparent tl"lat a magnanimous
sacrifice of time is necessary for the task of providing
the instructional, the social and recreational phases
necessary in developing well integrated personalities of
. 1~
these culturally deprived youngsters."
The teachers felt the problems of disadvantaged
pupils were special and required more community coopera-
tion from parents and those willing to help in the school
in non-professional capacities. The study would seem to
indicate that Black teachers have poor attitudes towards
giving more time and guidance to culturally· deprived
children. I
Again no mention was made of the b~ckground of
teachers under study, but other information on attitudes
was contained. Race of tIle teacher as f actor was iso-
lated, specifically Black teachers and their attitudes
towards teaching the disadvantaged were assessed. Even
though the are~s of consideration in this study could
probably be debated as indicators of attitudes, as many
of them fall in extra-curricular activities, the study
did show unfavorable attitudes of teachers. Regardless of
race or background the picture seemed to be emerging with
the disadvantaged teacher attitudes appear to be negative.
IN. L. Arnez, "A Study of Attitudes of Negro Teachers
and Pupils Toward Their School." No •. 3, Journal of Negro
Education XXXII (Summer, 1963), 289-293.
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Earlier in this paper the point was raised that
teachers were concerned about tl1.e lack of achievement .of
students in slum schools. It was suggested that this
might influence negativism in teachers. '~at if culturally
deprived children were able to demonstrate their ability
to learn as well and to achieve as well as other children,
then how do teachers feel 'about them?
The Culturally Disadvantaged Pupil on the Cumulative Record
In a study by Smith and Pindell sixty cumulative
record cards of disadvantaged pupils were selected for
achievement, ability and anecdotal remarks.
The hypothesis was that elementary sc~ool teachers
of culturally disadvantaged pupils write more positive
than negative remarks in the child's behalf in comparison
to their estimated ability and achievement. This study
was carried out in a county in the Piedmont section of
North, Carolina during the 1964-1965 school term. Choosing
from 697 studen·ts of which eighty-five percent were
regarded as disadvantaged on the grounds that their
parents earned less than $3,COO per year, the school
served as a laboratory for NDEA Summer Institute for
Teachers of the Disadvantaged and better than one-third
of the twenty-four teachers had taken part.
Sixty record cards were selected in such a manner
as to include five boys and five girls from each grade
from second through seventh with the cumulative folder~
23
representing different teacher remarks on each grade
level. The subjective remarks about pupils were taken
from cumulative folders and given to a group of seven
teachers to determine by majority consensus whether the
remarks were positive or negative. After the remarks
were judged, they were tallied in terms of number and
percent of positive and negative remarks in relation to
the pupil's level of ability and achievement. ~Ietropo­
litan Achievement Test was the determinant for the level
of grade placement. The ability level was derived from
results of the Kuhlmann-Anderson Intelligence Tests with
IQs from III and up considered above normal, 90 to 110
normal, and 89 and below as below normal. Sl~ghtly less
than two-thirds of the pupils were estimated to have
normal or above normal ability. Fifty percent of the boys
and almost one-third of the girls were achieving below
grad~ placement as judged from scores on Metropolitan
Achievement Test.
Results of the study showed the negative remarks
tended to predominate. Girls with normal or above normal
ability received more positive -remarl<s than did boys,
but no girls who measured below normal in intelligence
obtained a positive remark. Boys received more negative
remarks than girls regardless of intelligence range. The
24
remarks written by teachers were likely to be negative
in better than two out of three instances. Conclusions
of the study were teachers of culturally disadvantaged pupils
tended to write more negative than positive remarks on the
cumulative records despite pupils measured estimated of
intelligence or level of academic achievement with girls
receiving more favorable comments than boys.
Though most of the culturally disadvantaged pupils
displayed normal or above normal ability and were achieving
at or above grade placement, such an overwhelming propor-
tion of negative remarks by their teachers would seem to
support the notion that teachers are unable to escape the
prevailing force of negativism toward disadvantaged persons
in our society. This seems especially relevant since the
teachers involved in this study were themselves disadvan-
taged educationally, socially and economically during
their. years in elementary schooL
Although the backgrounds of teachers were close to
those of the students, their attitudes towards the students
were still negative in spite of pupil achievement in school.
Even with ability and achievement, disadvantaged children
still do engender negative attitudes. l
l p • M. Smith and Pindle, V., The Culturally Disad-
vantaged Pupil on the Cumulative Record," Journal of Negro
Education, XXXVIII (Winter, 1969), 78-81.
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Teacher Preparation
Attitude Change in Teacher Education: An Inquiry into the
Role of Attitude in Changing Teacher Behavior
Do students entering education courses come in with
negative attitudes towards disadvantaged children or are
they obtained from exposure to the .group?
Any discussion of teacher attitudes should consider
the attitudes of students taking education courses, but
not yet exposed to the classroom situation. Is there a
difference in attitude between a student in education
courses and the student-teacher in the cl.assroom? Jacobs
did a study on how beginning teachers' attitudes changed
after a student-teaching experience. \.vhile the study
did not specify what types of schools produced the change,
it did indicate there was a change in attitude when the
student-teachers were placed in a public school situation.
Proce~ding on the hypothesis that education may. be regarded
as a system of learning experiences that brings about
desirable changes in students, Jacobs sought answers to
certain questions:
1. Do attitudes of prospective teachers change
during an initial professional course?
2. Does attitude modification occur during the
student-teaching semester?
3- Are the changes in score related to age, cumula-
tive grade point average, and socio-economic
background of the prospective teacher?
26
The Valenti-Nelson Survey of Teaching Practices
was administered to 1007 students in five teacher education
institutions. Five hundred and fifty students were en-
rolled in initial professional education courses and 457
in the student-teaching semester. The scales were adminis-
tered twice--once in the beginning of the semester and at
the end of it. Changes in scores were calculated for
each respondent. Personal information and perception of
the respondent were ascertained by means of a personal
data sheet and information questionnaire.
It was found that significant changes in attitude
did occur in both phases of the teacher education program.
Changes of respondents in the initial courses pf profes-
sional' education' moved a,way from more rigid and formalized
attitudes towards more liberal and democratic points of
view toward more' rigid and formalized attitudes.
~Iainly the findings of the study indicated trends
toward more democratic responses were reversed by the stu-
dent teaching experience thus negating the hypothesis. No
significant relationships. between the changes in attitude
of the respondents in either of the two phases under study
and their socioeconomic background was found to exist.
Jacobs concluded that either emphases in initial-phase
courses are unrealistic in terms of what prospective teachers
find in the teaching situation or the student-teaching ex-
perience presents situations that create a conflict with
27
previous learning 'in education courses. Thus a person
entering the initial education course has one idea of
the teaching role while the experience of the classroom
creates another. l
Expressed Motives of Teachers in Slum ~chools
The beginning teacher in the education course pre-
'sented one attitude while the teacher in the actual class-
room situation held another, yet background of the teachers
was not a factor. From this study it would seem that there
was something in the slum school which causes negative
teacher reaction. In an effort to locate not only some
of' the causes, but to ascertain why teacllers stayed in
slum schools after they found out the causes Wayson's,
study sought to learn why teachers stay in slum schools.
He explored three specific avenues of questions:
'I. Expressed motives of teachers who remain
in lower status schools from the teache'rs who
leave.
2. Is there a relationship between teacher socio-
economic backgrounds and their remaining in the
lower status school.
IE. B. Jacobs, lIAttitude Change in Teacher Education: An
Inquiry into the Role .of Attitude in Changing Teacher
Behavior,n Journal of Teacher Education, XIX (Spring, 1968),
410-415.
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3. Initial reaction of teachers to slum schools,
their adjustment and how they differ from teachers
who leave.
The study was conducted in.a Midwestern city
with a sample of sixty-two women teaching in ten slum
schools who were selected and interviewed. Forty-two
teachers had been in their assignment for five years or
more. Twenty were transferring from the school. Nineteen
of the sixty~two were Black and four of whom were trans-
ferring. While the study often seemed bogged down in its
findings and implications, it was done strictly by
questionnaire and review of the data on teacher personality
and lower status school.
As to the first question, teachers in this sample
like those in other studies came from middle class families.
Fathers of white stayers in this study were only slightly
higher.in status than the fathers of white leavers.
Black teachers came from the lower status home as indexed
by occupation of the father, but both white and Black
stayer's fathers had more education than the leaver's
fathers. Furthermore it was established from the findings
neither married or unmarried status was related to teacher
transfer. }lore stayers reported that they entered teacher
education because they had relatives who taught, because as
pupils they had admired teachers, or because they had
enjoyed school. Such responses indicate an early
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identification with teachers in a warm, friendly role.
Nearly half of the white leavers had experience only in
slum schools as compared with only fifteen percent of
the stayers. It would appear that social and economic
background as a factor made little difference in staying
or leaving. Only previous experience in slum schools showed
as a factor in the background of the teachers.
Reaction to the slum schools indicated that about
the same percentage of stayers andleavers had experienced
shock when t.hey entered the slum schools and found a
difference between the image of the teaching role and the
reality found in the role. Both stayers and leavers in
about equal proportions reacted to the children's academic
ineptness and their poor appearance and behavior. The
findings indicated that stayers adjusted themselves by
scaling downward their academic expectations and by in-
creasing their tolerance for pupil misbehavior-and devia-
tion from middle class standards. Leavers refused to
revise their academic expectations and often increased their
efforts to maintain strict discipline in the classroom.
Hence adjustment to slum schools appeared to be a deteriment
in teacher motives in slum schools.
The motives of teachers who stayed from those who
left was a more complicated matter. Certain revelations
emerged about teacher personality such as two-thirds of the
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white teachers who remained in the slum schools either
feared making a change or enjoyed freedom from interference
by parents or the 'scrutiny of superiors. Another factor
influencing stayers was they seemed to be more pupil-
centered and felt the child was important referent for
delineating the teaching role. Most leavers gained little
satisfaction from pupil-teacher ,interaction in the slum
school and would appear to be dissatisfied with the unique
qualities of slum chil~ren, particularly their slowness to
grasp academic subject matter. Leavers, it would seem,
felt their teaching role was only one of several played in
daily life and they seemed to gain many of their satis-
factions from other roles.
The findings would seem to indicate that stayers
found satisfaction in a situation with manifest negative
features. Wayson states "that the data indicates that
those teachers who remained in the slum schools- must make
adjustments in their academic expectations and in their
tolerance for behavior that violates conventional classroom
norms". A conclusion drawn from this was the fthighest
rates of teacher transfer were from the changing neighborhoods".
Changing neighborhood~ would seem to imply a different
school population perhaps racial as well as social and
economic. Although there was no significant difference in
background between leavers and stayers, a great variance in
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their attitude was found. In this study, teachers ex-
pressed motives that were related to some aspect of the
school environment: the pupils, the staff, the principal,
and freedom. Mostly this study raised implications for
further research as the expressed motives of teachers in
slum schools were varied and the relationship between teacher
personality and career development in city slum schools
required further study.
Not only teacher personality but career development
has been suggested for further study. As to career develop-
ment with all the discussion on opening up opportunities
for the poor,'what is the social backgrounds of teachers
entering the teaching profession?
Are disadvantaged Americans entering the teaching
profession in proportion to their numbers of the population
at large ? With federal emphasis on increasing the educa-
tional and economic opportunities of socially d.isadvantaged
Americans and the current belief if the best help to pupils
from the disadvantaged groups of our society can come from
an educational profession whose social origins match those
of the population at large , is the supply of lower social
origin teachers diminishing or remaining constant?l
1W• W. 'vayson "Expressed Motives of Teachers in Slum
Schools," The Inner-City Classroom: Teacher Behaviors,
edited by Robert D. Strom (Columbus, Ohio: Charles E.
Merrill Publishing Company, 1966), pp. 103-104.
32
Curran and Guertin did a study on two sample
populations of education students registered at different
times in a required education course at the University of
Florida. The actual social origi~ distributions of the
1944 and 1963 student populations are compared with that
of Florida's 1960 male, civilian labor force, which repre-
sented the population with whom the students must communi-
cate when they become educators. The authors used volumes
one and two of Dictionary of Occupational Titles and
distributed the father's occupations as reported by
the students into terms of Duncan's Socio-economic Index
for Major Occupation Groups. The year 1955 was used as a
base point.
The findings indicated the 1963 student population
had a twelve percent greater excess from the two top
occupational categories and an increase of seven percent
in the under supply from the labor categories. This
suggested a trend of decline in the supply of teachers from
labor and unskilled groups. The time sample showed an
increase in the supply from the two top occupational groups.
If this trend is national, it imperils the effort to
provide a fair chance for socially deprived Americans.
So it could be concluded from the above study that
most of the teachers still come from middle class backgrounds
and it seemed from the study it is continuing. Many teachers
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displayed shock in slum schools and after gaining some
experiences transferred out of the slum school. Mentioned
in one of the studies was the fact that the highest rate
of teacher transfer was in changing neighborhoods. In
some instances these schools could be recently desegregated
schools admitting culturally deprived pupils and Black
teachers. How do the teachers feel about each other
where 1desegregation has recently occurred?
Behavioral Expectations of Black and White Teachers on
Recently Desegrated Public School Faculties
A look at teachers attitudes about another prevalent
problem in education today was taken by Mays in a study on
behavioral expectation of both white and Black teachers on
recently desegregated public school faculties. This study
dealt more with the 'reactions of Black teachers in the
newly desegregated schools than others. Black teachers,
it was indicated, carried with them intense minority sen-
sitivities and behavior appropriate to past situations and
this may affect the expectations of the Black teacher
regarding his behavior in his role as a teacher in newly deseg-
regated' schools. The attitudes and behavior of Blacks
may be due in part to the opinions of some white teachers
and administrators that a few Blacks on a predominantly
I R • Curran and W. H. Guertin, "The War on Poverty
and the Origins and Training of Education Students," Journal
of Teacher Education, XVII (Winter, 1966), 456-461.
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white staff would be highly uncomfortable. The attitudes
of Black and white on each other may be the source of
interaction.
A population study of sixty-five Black and white
teachers in schools located in the Southern most states
in the United States, where faculty desegregation had
taken place, was made. The two phase study--one pilot
study of ten Black and eight white teachers--investigated
four experimental inquiries for significant differences.
Conclusions inferred from this study were: white teachers
indicated less reluctance to participate in intergroup
social activities than did Black teachers and the longer
the experience of white teachers in interracial situations,
where interaction between Black and whites occurred, the
more favorable they will react toward participation in
school-centered social activities with Blacks.
The reaction of Black teachers in the foregoing stMdy
may be attributed to their backgrounds in a segregated
society. While there were four prevalent attitudes operating:
Black teacher 1 s, white teacher 1 s,white administrators and
students, only one was explored. Recently desegregated school
faculties may have yet another aspect operating--the com-
munity. Background of all these mentioned above could be
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factors influencing teacher attitudes toward incomi
ng
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Alternative Method of Instruction of the Disadvantaged
Within any community the school should stress the
need for developing citizens who are capable of "carrying
responsibility", for his share in the undertaking of
change and progress.
In the community the school should identify with
the upreach of the human spirit. There should be encourage-
ment to grapple with the issues, so that growth is made
in functioning as a citizen. The infusion of such hope
should be a powerful stimulus to learning.
Immediately after emancipation the Blacks had great
hopes of participating worthily with the white in making
the new destiny of the South. They tied their Bibles between
the plow handles so they could study as they farmed. Then
came the abdication of federal power and the era of violence
in which this light of hope was blown out. Today it is
rekindled. This time there will not be abandonment of
rights by the federal government. What was then a mirage
must now become a reality.
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Blacks must learn the art and skill of taking power--
as they rapidly are doing. All minority groups must learn
the responsibilities which go with it--which many rapidly
are doing. Out of this process w~th a little help, will
come a sense that there are no footnotes to this American
Creed. It includes Blacks too.
Every classroom should be a laboratory in how to
take power, how to shield the group from power which is
abused, how to work through shared relationships.
Curriculum is the composite of the confrontations
which the school provides the youth in his search for self-
hood.
The great documents of history have been produced
by those who were outside the power order as they attempted
to interpret the upreach and outreach of the human spirit
as it chafed under oppression IS yoke. They have not come
from 'those in the power stream who were defending their
entrenched positions. Teachers who are handmaidens of the
power order should not sell children of the ghetto short.
Out of their protests is coming the fulfillment of the
greatest faith we have--that all men have freedom and that
all men have the capacity to participate worthily in the
collective direction of their own destiny. \vill we as
educators see this upreach as goodness and encourage it or
will we stand in the middle of it and be frustrated by it
and let history pass us by?
This is a moral issue and not a racial one. We are
threatened when the Black psychologically disengages him-
self from interracial efforts, because he does not trust
us. Whether white teachers can lead these students of
the depressed areas out of their apathy, depends on whether
we can sufficiently identify with them that we together
lose sense of who is Black and who is white, but rather see
ourselves enlisted together in a common moral encounter.
Consequently, it is not for the population of Blacks alone
that we are involved in this endeavor. It is for the sake
of the souls of us all as well.!
Diminishing Teacher Prejudice
Most educators may agree that inner-city schools
are inadequate but disputes continue as to the cause.
For those who trace the failure syndrome to social depriva-
tion, it is clearly a matter of deficient nurture, an environ-
ment of negative influence during a child's formative years.
The opposing view is convinced that blame must reside with
members of the school staff whose middle-class orientation
and consequent prejudice form the primary obstacle slum
children face in their quest to obtain an adequate education.
1 Dan Dodson, Education of the Disadvantaged, edited
by Harry A. Passow, Miriam Goldberg, A. J. Tannenbaum
(New York: Holt, Rinehart and Winston, Inc., 1963), PP. 72-
73.
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In his review of research, Passow describes the result of
culture clash when teachers misunderstand children, when
racial bias and stereotypic thinking prevail.
There is conclusive evidence that social origin
tends to affect teacher attitude. 'Vhereas Black teachers,
most of whom are reared in homes of low income, tend to
view the inner-city child as cooperative, ambitious, fun
loving, and happy, white teachers of middle-class back-
grounds see the same children as lazy, rebellious and high
strung.
Since estimates have it that ninety-five percent .
of all teachers come from the middle-class or are aspiring
to become middle-class, it is not difficult to. understand
why so much class time is spent in trying to reorient the
child of poverty. Passow presents findings which imply
that inner-city Blacks, in-migrant Puerto Ricans, and
American Indians receive perhaps only from one-third to one-
half as much exposure to learning in the classroom as
children from more favored homes. Yet, the amount of work
and effort teachers require varies inversely with the pupils'
social class. It follows that with less time to learn in
school and little instructional assistance at home, retar-
dation is probable.
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'iide differences appear to exist between the standard
for excellence established in schools of disparate environ-
ments. Pupils considered outstanding in the inner-city
achieve less well than do their suburban age mates who
obtain average grades. This over-evaluation of progress for
the disadvantaged may appear humane at the time but later;
in situations calling for competition between students of
all income groups, .the damage to self-concept and aspirations
is incalculable. Some defend their capitualation to
low standards by stating the intent to avoid undue criticism,
appearing vindictive or prejudiced by assigning numerous
grades of failure. But guidance cannot occur if pupils
are misled. about either their performance or.their promise.
For most beginners an inner-city assignment is per-
ceived as an undesirable ritual of initiation one is
expected to endure. Simply remaining or surviving in the
school setting is not the same thing as being successful.
Apparently many potentially good teachers are lost to the
inner-city because working conditions there are unacceptable
to them. In the main, these conditions can be altered by
more ample provision of materials, smaller class size, fewer
noninstructional tasks, and better support by the adminis-
tration.
The essential change that compatibility requires is
an improved teacher understanding of the lower-class culture.'
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To accept rejection and hostility without returning them,
to provide rules to which these children can adjust,
rewards they are willing to pursue, tasks which allow them
to demonstrate the strengths gained from their homes--these
are the needed mechanisms for change. Passow reminds us
that we who train teachers have the task of modifying
deleterious attitudes toward the poor by mounting a program
of teacher education in which students can see first-hand
the problem, its causes, the tenable alternatives for
resolution and the professional's responsibility in effecting
1progress.
Teacher Aspiration and Attitude
'~ether one will experience frustration or success
upon encountering children of the inner-city depends a great
deal upon his aspirations and attitudes. In our time,
emotional logic and social fiction combine to urge a
negative view of poverty's children so that although few
of us know any of the poor as individuals, it is convenient
to think of them all in terms of recalcitrance, resignation,
drunkeness, apathy, immorality, and disease. Armed with
this frame of reference, many new teachers assigned to
neighborhoods of low income can hardly be expected to cherish
IHarry A. Passow, "Diminishing Teacher Prejudice,ll
The Inner-City Classroom Teacher Behaviors, edited by Robert
D. Strom (Columbus, Ohio:. Charles E. 1..1errill Publ~sl"ling Co.,
1966), pp. 173-174.
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their task. In fact, many of them will prejudge their
class by its environment before ever confronting individual
pupils. Strom asserts that the result of determining
progress before instruction begins is to render countless
boys and girls immobile, children for whom advancement
will ever be elusive.
Inappropriate academic expectations also portend
misfortune for both teacher and pupils. A common course
is for the initial goals to be unrealistically high in
hopes of motivating members of the class to extricate
themselves from the subculture. Then, when students are
unable to reach beyond ability and achieve these elevated
objectives, instructors tend to exchange extremes in ex-
pectation and capitulate to low aims.
Teacher inability to revise expectations without
abandoning them, to alter the ends without sacrifice to
instruction is perhaps the greatest deterrent to effective
instruction. 'vith substitution of low goals for lofty
ones is the accompaniment of a new emphasis 'as mental 'pro-
cess comes to be replaced by accentuation of physical behav-
iors--job function changes from instruction to taking care
of children with primary attention devoted more to matters
of discipline than learning.
We err in structuring curricula and materials to
bring out only the kinds of growth considered by tests of
IQ for these tests represent only a limited number' of
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functions. It follows they are an inadequate base for
determining mental retardation and giftedness, grouping,
or grading.
'vhile intelligence tests will continue to be useful,
we ought not to expect more from their findings than the
results can offer. Strom believes educators must expand
their concept of the human mind so as to allow children to
learn in creative ways, to sanction the use of abilities
not currently assessed by. traditional measures of mental
functioning.
That every school activity bears the influence of
teacher aspiration and attitude. is shown in the juxtaposition
of autocratic and democratic classrooms. In ~he 'former,
learner roles are characterized by an overemphasis on
reactivity, listening and reporting teacher-given data in
its original form. Experiment, discovery, discussion--
these modes of learning are off limits. As few questions
'are allowed, the student whose inquiry persists is branded
as a "troublemaker", a person who would disrespect
authority.
A teacher of democratic persuasion fosters creativity,
encourages questions, consultation, experimentation and dis-
covery. He does not assume the omniscient or omnipotent role
but instead admits to being uninformed on some matters,
allows pupil opinion to register change in the class, and
maintains different expectations for each youngster.
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As impersonality in the school setting relates more
to teacher attitude than class size, it is suggested that
certain impersonal responses ean be reduced apart from a
decline in pupil teacher ratio. Unless a teacher can re-
tain the personal approach, there is danger of losing the
enthuisasm by which motivation is transferred to students.
Attitudes toward the learning process and its measure
show up in the kinds and amount of homework assigned as
well as the nature of evaluation chosen. Unless these are
reasonable, we induce defeat. In every instance, the con-
elusion is inescapable--our aspirations and attitudes must
favor the progress of all children if the professional com-
mitment is to be fulfilled.!
Summary and Suggestions
It was expected that by 1970, one out of every tw~
pupil,S in large 'city schools will be "culturally disadvan-
taged l1 •
. The approach to the staffing schools in depressed
areas requires several seq.uential efforts.. The first step
is to·gain broad public acceptance of the assumption that
disadvantaged pupils, though widely variable in their abili-
ties and personal characteristics, nonetheless represent a
describable group. That is, they represent a group which,
lRobert D. Strom, "Teacher Aspiration and Attitude,n
The Inner-City Classroom: Teacher Behaviors, edited by Robert
D. Strom (Columbus, Ohio:, Charles E. Merrill Publishing
Co., 1963), pp. 165-167.
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although it overlaps other groups in many ways, has unique
characteristics stemming from backgrounds and experiences.
The second step is to characterize the teacher who is "
successful with culturally disadvantaged pupils--successful
because the pupils in his classes achieve better than
similar pupils in other teacher1s classes and have more
accepting attitudes toward school, toward the teacller,
and toward learning.
The third step involves re-examination of teacher
selection and education for staffing disadvantaged area
schools.
Since there are" no systematic data on what such
teachers do, it may well be worth the search to locate a
model of the ttsuccessful teacher of disadvantaged children ll •
The writer feels that this teacher perhaps may be
selected on teacher behavior, insights from impressionistic
observations, and inferences from investigations of the
characteristics of disadvantaged pupils and their social
world.
The successful teacher of the disadvantaged is one
who:
1. Respects the children in his classes and they,
in turn, respect her.
2. Sees her class very realistically as different
from her children and her neigllbor l s children,
yet likes all children coping in their own way
with the trials and frustrations of growing up.
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3. Understands the backgrounds from which the
children come, the values placed on various
achievements, the kind of work and life to which
they aspire.
4. Is aware of ,the family structures from which
the children come, and has great respect for
the child 1 s parents' aspirations for both their
children and themselves.
5. I~ greatly aware of the ethnic membership of
the student and puts forth great effort to im-
prove the' child's 'image of himself and his
world.
6. Recognizes that the language of the pupils is
greatly tied to the life the child leads.
The teacher whose attitude has been developed.
positively will set out to motivate the child in terms of
his own interest and build a mutual acceptance.
The second step is,to let the child explore and
apply what he has learned.
Thirdly, the teacher guides the child into realizing
what he can do with knowledge, sees the value of his own'
ideas, no matter how primitive.
When these steps are successfully taken, the seeds
of creativity have been planted. This happens with some
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children every year. All teachers should aim to make
it more.
'Vhen the child's needs are met as mentioned above,
this child can move to another neighborhood, have a
teacher who has a poor attitude of him, yet he will come
back strong and his learning will continue, because he has
confidence and this gives him power.
The teacher placed in the school setting with the
disadvantaged who fails to respect the culture of others,
fails to be creative and allow the students the same choice,
believes the children need love and sympathy, does not
respect her student's home life and his parents, feels
she must teach down to the student is in very "grave pro-
fessional trouble.
This teacher must learn not to force her personality
upon her students but use creative educational stratagies
to bring about change.
The well trained teacher can be successful if she
is adjusted in her own life, allows for individual dif-
ferences and realizes that it will take time to make people
aware of their potentials.
Finally the teacher will have this success if her
values are not shifted, if she is consistent and well
structured and has continuity and is fair in her every
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dealing with her students. The disadvantaged child is
a special kind of child and will learn only when truly
taught with ·respect •.
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